Abstract
Background
Enactment of the VET curricula in the work process is one of the central factors that define social and economic effectiveness of the initial VET as well as impact of the initial VET to the vocational socialization and personal development of students. This issue is strongly influenced by the application and development of the different methodological approaches to curriculum design and didactics of learning, especially learning-outcomes or competence-based approaches, as well as by the influence of the political-economic models of skill formation to the design and development of VET curricula.
Methodological approaches to curriculum design define the structuring and contents of the provided learning outcomes -knowledge, skills and competence, thus shaping key point of issue for the enactment of the VET curricula in the educational practices and work processes. The didactics of VET defines the concrete ways and methodical approaches through which the learning outcomes are provided and acquired as well as create the context of teaching and learning practices of VET curriculum enactment.
Political-economic models and regimes of skill formation shape the national VET policy strategies and decisions and well as attitudes of social partners and stakeholders to curriculum design and implementation. Despite of such central character of the enactment of the VET curricula there is a lack of specific research on the contents of this process and the methodical/methodical approaches to enactment of VET curricula in the work processes. Enactment of the VET curriculum is a very new concept.
Therefore the main goal of this article is to explore the contents of this concept and to disclose the current methodological and methodical approaches of it's implementation in practice. The article starts with the discussing the theoretical aspects of the enactment of the VET curricula referring to the insights of psychology, sociology of education and work, as well as vocational didactics research. It is followed by the case study of the enactment of VET curriculum in the education and work processes in one initial VET centre of Lithuania aimed to disclose applied methodological approaches and their implications for the professional and personal development of students.
Theoretical aspects of the enactment of the VET curricula in the work process
One of the biggest challenges in analysing the enactment of the VET curricula in the work process is related to provision of definition of this process. What do we mean by enactment of the VET curricula in the work process and how this concept relates to the other existing concepts in this field, such as VET curriculum design, organisation and provision of learning, competence assessment, employment, employability? We can define enactment of VET curriculum as the design and transfer of the contents of VET curricula to the learning and work practices leading to the empowerment of learner to act independently and responsibly in dealing with the requirements of work processes, as well as social, civic and personal development.
Enactment of the VET curriculum is strongly related to the development of the different forms of vocational education and training, especially with the development of work-based learning and training. Durand (2012) discerns there historical models of work-based learning that are typical for the different periods of historical development of modern societies: learning in the families, learning at craftsmen and industrial learning (workplace-based learning). Learning in the family is based on the direct involvement of child in the different activities and duties, development of practical skills needed for the execution of these activities, as well as development of ethical and moral values related to work buy shaping the moral value of the wellexecuted work. Learning in the workshop of craftsmen has more formal organisation of the transfer of knowledge and skills by craftsmen (master) to learners (apprentices) with formal assessment and recognition of acquired knowledge and skills by demonstrating their application in the work, what formally permits to work in the craft (Durand, 2012) . Here the biggest attention is paid to the transfer of the crafts knowledge (know-how), practical skills and social behavior norms developed by the crafts community in order to enable the apprentices to become fully responsible members of this community (Sennet, 2008) . One of the key elements of this model of work-based learning is reciprocal relationships between master and apprentice that shape the cycle of donation and moral obligation, when the apprentice accepts the obligation to share and transfer the knowledge and skills donated by his master to his future apprentices (Bruni, 2014) . It enables effective transfer of the crafts' knowledge and skills, but foremost the internalization and enactment of the values of the community of craftsmen, such as mutual help, fraternity, solidarity, what ensures continuity and development of the crafts community (Sennet, 2008) . Here the learning and enactment of the knowledge, skills and values takes place in the concrete social practices of crafts that shape "communities of practice" (Lave & Wenger, 1998) .
Industrial workplace-based learning is characterised by strict separations of learning and work, as well as of manual and intellectual work by applying the principles of scientific work organisation and splitting of work into elementary tasks (Grugulis, 2007; Brockmann et al., 2011) . In this way the knowledge becomes the object of work task and not the object of person, what helps to transfer the performers of work into flexibly manipulated and exploitable workforce.
Today the provision and enactment of vocational knowledge and skills is much more complex process which integrates initial vocational education and training, lifelong learning, human resource management and development processes. Important feature of the current "post-industrial" and neoliberal model of work-based learning is the dominant grounding of the human activity on the principles of utilitarism and egoistic benefits, what leads to the commercialisation of knowledge, skills and even values through such concepts as "human resources" or "human capital" from the one side and the narrowing of the learning to the managerial activity oriented to the attainment and maximization of the material and financial utility (O'Riain, 2011; Allais, 2012; .
Work activity plays cruicial role in the enactment of the VET curriculum. Clot (2011) discerns two dimensions of action: real dimension defined by the performed action and intentional dimension defined by the potential action, which can be performed. Performed or realized action and activity is the outcome of the conflict and competition between the possible options of it's execution. The experience of execution of activity is used in the activity only be reflecting and reconstructing. Referring to these ideas, enactment can be defined as systemic and continuing (perpetual) experience and reflection of work when the learner creatively analyses and conceptualises the prescriptive part of his/her accomplished activity, such as objective and subjective requirements of work performance and creates individual style of work performance (Clot, 2011) . The relationship between enactment of the subject-based or disciplinary knowledge and practical knowledge is characterised by multiple controversies. For example, enactment of the subject-based and disciplinary knowledge faces different challenges in the school-based model of the initial VET provision due to the typical separation and disproportions of learning time in the provision of theoretical knowledge in the school and provision of practical know-how at the workplace. Accomplishment of activity is based on the compromise between external normative requirements of work (like effectiveness norms, work safety standards, employment relations, technological specifications) and individual style of work performance. This compromise also defines the quality of work performance and it's results. These compromises are designed and attained in the communities of activities or communities of practice, where they become the public good of the community and the main reference for evaluation of the quality of collective and individual performance (Brockmann et al., 2011) .
Here the biggest challenge is to attain common understanding of the members of community of practice on what is a well performed work.
One more important element of enactment of VET curriculum is a competence and it's implications for the dignity of the performer of work and it's protection (Peretti, 2012; Bruni, 2014; De Nanteuil, 2016) . Nusbaum notices twofold violation of the human dignity in the modern work: when the social, economic, political and cultural conditions do not permit to act according to posessed power in seeking for defined goals (limitting of action) and when these conditions present obstacle for the development of human potential and competence, what seriously violates human dignity (De Nanteuil, 2016) . For this reason the concept of the dignity at work means the structuring of the social realtionships at work, that would enhance development of human potential and competence. Looking from this perspective, enactment of VET curriculum can be regarded as important preventive measure against the alienation of work. This alienation occurs, when the performer of work is treated only as one of measures or instruments to perform the work tasks and not as the core of the essence of work and it's goal (Bruni, 2014) . Taylorist work organisation and orientation of VET goals only to the formation of workforce according to labour market needs significantly contribute to the development of work alienation, when the human work is treated only as economic source of livelihood and added ecopnomic value and the perfomer of work becomes, according to Arendt, working animal (animal laborans) (Peretti, 2011) . This alienation can be overcomed only with the change of attitudes of employer and employee to the work and to the human motivation to work by paying attention not only to the economic, but foremost to the ethical and moral value of the work for society by considering the role of the dimensions of reciprocity and donation for the education of personality in work and by work (Bruni, 2014) .
Specificities of the enactment of competence-based VET curricula
Competence approach in curriculum design is widely claimed to orient curricula to the labour market needs and requirements of the world of work (Laužackas, 2007; Winterton, 2009; Mulder, 2017) .
Competence-oriented and competence-based education permit to separate the formulation of curriculum aims from the implementation of curriculum in the educational process, what permits to involve in the curriculum design different stakeholders from the labour market and even to delegate them the leading roles in curriculum development (Bagnall & Hodge, 2017) . There is no single methodological approach to competence and it's development. Mulder (2017) distinguishes three appraoches to competence: functional behaviourism, which is focused on the shaping of trainable behaviours for tackling of different prescribed tasks and operations, integrated occupationalismapproach focused on the generic competence frameworks based on the holistic occupational profiles and the situated professionalism which is focused on the context-specific development of professional expertise (Mulder, 2017) . From the point of view of functional behaviourism approach the enactment of VET curricula starts and ends with the application of techniques that enable quick and smooth acquisition of the practical skills and behavioral norms needed for accomplishment of the separate tasks and operations in the workplace. Usually it does not require significant pedagogical or andragogical expertise or interventions, but also does not facilitate professional and personal development of person (Young, 2008; Allais, 2011) . From the point of view of situated professionalism approach the enactment of the vocational training curricula is strongly based on the complex informal workplace learning arrangements and measures, with strong role of the assessment and recognition of competence in the context of concrete work process and workplace (Mulder, 2017) . Therefore this approach is typical for the continuing vocational training and competence development of employees. From the point of view of integrated occupationalist approach the enactment of the initial VET curriculum is based on the dynamic relationships between competence frameworks, intended learning outcomes and assessments and the emerging state of the world of work or society at large (Grugulis, 2007) . The competence frameworks used in the integrated occupationalist approach not only provide the target to the learning process (intended learning outcomes) but also serve as guidelines for the curriculum design, implementation, organisation of training, development of methodical approaches and measures (Mulder, 2017) . The competencies that constitute these frameworks are integrative and based on the effective and proficient deployment of skills, knowledge, attitudes and values in the context of complex and general professional tasks and work processes, including professional judgment (independent application of expertise in solving complex problems and making decisions of professional field) and situational understanding by adapting work performance practice in the light of changing contextual factors (Hager, 2017) . Referring to the specificities of the knowledge provision,it should be noticed, that competence-based education is strongly linked to the instrumental epistemology based on the concept of knowledge as effective action and strongly aligned with the culture of performativity (Bagnall & Hedge, 2017) .
One of concrete methodological approaches of competence -based VET curriculum design that shares many features of integrated occupationalist approach is a work process based design of qualifications and VET curricula. Work process analyses with a scientific orientation in vocational educational research and design of qualifications comprise three objectives -identification of competencies for coping with and shaping of occupational work tasks, assessing the most important coherences for competence development and conducting a work-process analysis to identify the generic skills out of which the overall work-process is composed (Spöttl, 2014) . The findings of this research are used for design of the occupational standards, providing comprehensive and detailed information about the objects, tools, methods and organisation of skilled work and the requirements needed before they can be translated into curricula (Spöttl, 2016) . Contrary to the reductionist attitude to knowledge in the "behaviourist" competence-based curricula developed by applying functional analysis, work-process knowledge creates immediate coherence between the knowledge of corporate work organisation, shoop-floor requirements and specialized theoretical knowledge (Spöttl, 2014) . Work process based occupational standards and curricula define the structure and contents of qualifications on the basis of competencies derived from the analysis of core work processes. In this way competence-based occupational standards help to identify essential and core dimensions of vocational education and training in the concrete fields of activities and become the essential source for the definition of training goals and seeked results (Bagnall & Hedge, 2017) . Occupational standards serve as the source of information for the identification of the training and learning goals, assessment of competence and quality assurance of vocational education and training.
These standards provide contextualised information about the requirements of work processes to knowledge and skills. Work process based occupational standards and VET curricula also satisfy the essential principles of VET curriculum design, such as principle of reference to the knowledge needed for the performance of activity, because competence is based on the work process related knowledge, the principle of education of personality by the work activity and the principle of consideration of the requirements of work situations in the education process (Spöttl, 2016) .
Competence-based approaches have increasingly become a key imperative for school-based initial VET systems in the countries facing radical socio-economic transformations (as in post-communist countries), economic restructuring (everywhere, but especially in those economies with a high proportion of agriculture or primary industries), seeking to cope with the latent structural unemployment and skill mismatches (countries of Southern Europe) and implementing socio-economic modernization (in degrees ranging from Vietnam to Turkey) (Winterton, 2009) . These reforms are being driven not only by the initiative of national governments, but also initiated and fostered by the international structures and strategies (e.g., Lisbon Strategy in the EU). Introduction of competence-based approaches is often accompanied by wider educational reforms and changes such as lifelong learning policies recognising the importance of informal and non-formal learning and the accreditation of experience (Bjørnåvold, 2000; Collardyn & Bjørnåvold, 2004) . However, introducing competence-based approaches in curriculum design (leading to competence-based qualifications and occupational standards), as well as in the organisation of training and didactic approaches (modularization, development of apprenticeships and work-based learning) or assessment of learning in the school-based VET present by itself complex process characterized by different tensions, contradictions and iterations (Allais, 2014; Young, 2008; Brockmann et al., 2011) .
Looking from the perspective of sociology, psychology and education sciences, there can be noticed rather strong critical attitude to the introduction and implementation of the competence-based approaches in the initial VET. The criticism of competence-based approaches to the initial VET, especially in the field of curriculum design is focused on such issues, as domination of behaviourist methodology and downgrading of the underpinning theoretical knowledge in the competence-based VET curricula, as well as methodological weakness of the verbalisation and description of the requirements posed by the action and activity (Allais, 2014; Young, 2008) .There can also be mentioned the criticism towards the fragmentation of the competence-based VET curricula that make impossible the systemic provision of knowledge and skills, which is especially applied for the modular VET curricula, as well as towards functional approaches in the definition of competencies, when the competencies are derived from the requirements of elementary functions of activities by ignoring interdependencies of these functions and their roles in the overall work processes (Hager, 2017) .These critics of competence-based approach in the initial VET reforms stress the importance of the relevance of VET curricula to the existing hierarchy of knowledge and work processes, as well as importance to consider the relationships between the different types of knowledge (e.g., theoretical knowledge based on scientific research and disciplines, vocational knowledge, experiential knowledge) in the work processes (Young, 2008; Allais, 2014) . They claim that curriculum design should be based on the consideration of comprehensive and holistic character of the learning and work processes. Integrated approach to competence and it's implementation in the curriculum design and realisation practices provide the best possibilities for effective enactment of competence-based curricula (see Table 1 ). 
Table 1

Fit of the integrated approach to competence to the factors of successful enactment of competence based curriculum
Factors
Discussion
Analysed experience of the enactment of the competence based curricula at the Karalius Mindaugas VET Centre contains all above analysed factors of successful enactment of the competence-based curriculum and fits to the described characteristics of the integrated approach to competence. However, looking to this experience there can be discerned some discussion questions. 
Conclusions
Enactment of the initial VET curriculum is a complex and holistic process which improves the fit of curricula to the requirements of work processes and labour market needs, responds to the personal expectations and plans of students and enables acquisition and development of the vocational and key competencies relevant for professional career and personal development. This process encompasses VET curriculum design, organisation of the learning and training processes, didactical provision and assessment of the learning outcomes. The main mechanism of the enactment function consists of embediment of vocational and key competencies by enabling their independent application in the work processes and social life situations. The functioning of this mechanism is being driven or hindered by the different processes and practices taking place in the VET institutions and their socio-economic and institutional environment, such as existing approaches to design of qualifications and VET curricula, institutional forms and arrangements of the VET provision and skill formation, involvement of stakeholders in these processes.
Competence based approach to curriculum design creates specific preconditions and requirements for the enactment of the VET curricula. One of the biggest risks and problems in this regard is the narrowing of the enactment process by orienting it only to the satisfaction of momentary needs and requirements of workplaces and largelly ignoring the aspects of enactment related to fostering the personal and social development. Integrated occupationalism approach to competence and it's development, as well as workprocess based VET curriculum design present the most relevant alternative for the enactment of the initial VET curricula responsing to the current challenges and problems of technological change and sustainable socio-economic development.
Socially responsible and sensitive enactment of the initial VET curricula in the current work processes requires from the initial VET providers to introduce holistic and profound changes and innovations in their current practices of curriculum design, organisation and provision of training or competence assessment by seeking to enable capabilities of critical thinking and reflexion, professional and social responsibility, holistic understanding of the contents and requirements of the work processes.
